TITLE

_SPONS AGENCY
POB DATE

NOTE

t DOCUNERT KESUOME
- ED 197 662 HE 013 4736
AUTHOR Arwardy, .Joseph W.: Chafin, Carl K.
The Transitional Curriculum Program: Toward learner

‘Independence Through Developmental Education.

Mottt (C.S.) Foundatlon, Flint, Mich.

~7 Nov-80 - .- -

28p. ¢ Paper preeented a‘ the National DPevelorpmental
Gi,

Studies "anerence (Atlanta, November 7,
1980) . -
MF01/PC02 Plus Postage. ; o
*Basic Skills: College Faculty: College Preparation:
*College Students: Criterion Referenced Tests:
‘ *Developmental Studies Programs: Diagnostic Teaching:
o _ Educational Ccunseling. *Educationally Disadvantaged:
! ) Faculty Deve‘opmen : Higher Education: *High Risk
4 . Students: Norm Referenced Tests: Program Evaluation:
-, Remedial Programs: Skill Centers; State Universities:.
‘ Student ?valuatlon. Teacher Role:; *Transitional
\ " Classes

. EDRS PRICE
DESCRI PTORS

 IDENTIFIFPS *Virginia state Un1ver=ity
- ABSTRACT,
The ansi+ioma1 Curr*culum Proaram at V1rgln1a State
Oniversity, which is de51gned to develop underprepared, dependent

distinquishing several types of underprenared learners, the following
'variables)| are considered: learner success, role of the instructor, .
and instructor "swrpport variables." Support variables refer to
flexible time schedules, for learning, group size and facilities,
student te ting, and teacher abilities in relation to content -
- knowledae and managerial qualities. The purposes of educational
-assessment and testing are considered, 2nd norm-referenced testing,
criterion-referenced testing, and cuvtting scores and standards asre
addressed. The developmental studies componert is designed to improve
basie skills bv providing individually prescrlbed remedial coursework
.and skills laboratories. It is anticipated that many of the
underprepared students will require more than four years to complete
_their studies. Onder the trans*t*‘ona1 curricualum model, developmental.
“courses .will be taught by faculty from various departments, and . .
resources from the Student Assessment Center will be integrated into
inetruction. This. center will initially diagnose student levels of
achievement, monltor student progress, and provide counsellng.
Facult® development, qeneral ;tudies, and program evaluation °
componente are also Considered " (SWY o - ) -

learnersggntc independent university students, is descrlbed. After

sin b

. .

*********3&*‘******‘**.******************* e 2k ok ek e e e e 3k e e sk ke ke e ok ok %: ke 3 sk 3k ok K ok ok ok Ak

* Reproductions supplied by EDRS are the best that can be made %

* . from the original document. *
***********************************************************************

ERIC -

wll Toxt Provided by ERIC




[ 3

“PERMISSION TO REPRODUCE THIS

MATERIAL HAS BEEN GRANTED BY

US DEPARTMENTOF HEALTH,
EDUCATION & WELFARE
NATIONAL INSTITUTE OF

EDUCATION

' OCUMENT HAS BEEN REPRO-
:)’:JCSEDDEXACYLY AS RECEIVED FROM
THE PERSON OR ORGANIZATION ORIGIN-
ATING IT POINTSOF VIEW OR OPINIONS
STATED DO NOT NECESSARILY REPRE-
SENT OFFICIAL NATIONAL INSTITUTE OF
EDUCATION POSITION OR POLICY

»

e £ 2f2?7741_3

TO THE EDUCATIONAL RESOURGES
INFORMATION CENTER (ERIC)."

"ED197662 .

The Transitional Curriculum Program: )
e _,Toward<Learngr71nergqqgnce Through Deve]opmenta] Education

Friday, November 7, 1980
) 10:45 - 11:45 a.m.
The Nationa1~Deve10pmentél.Studies Conference, Atlanta, Georgia
" Joseph W. Arwady, Director Carl K. Chafin, Staff Evaluator. °

Transitional Curriculum Program Transitional Curriculum Program
Box -II ' . ) Box NN s

Virginia State University: Virginia State University
Petersburg, Virginia 23803 Petersburg, Virginia 23803

-—
*Support for‘this paper was obtained in part from The Charles Stewart Mott Foundation

N " of Flint, Michigan. . | 2




" dent now constitutes a substantial sub-population. " l

THE ISSUE OF THE UNDERPREPARED STUDENT.

In recent years, 1nstitutions.of hi%her education have encountereéd a
different type of college student. While the traditionally well;prepared
student-can stf]] be found in considerable numbers, the underprepared stu-

. '

Schools around the country have attempted to addresslfhe needs of the
undérprepared student. some beihg more successful than others. Economic
and market factors have forced many institutions to lower admissioﬁ stah-
dards;.thereby 1ncfeas{ng the number of underprepared'students pursuing a

college education. - Clearly, this is not an isolated problem, but one that

has permgaﬁed undergraduate edﬂcatfon nationwide.

Typically, but not uniformly, the underprepared student is character-
ized by below average performance on natiorially standardized tests measur-

ing verbal'and mathematics pﬁoficiency. n addition to deficiencies in

" these two majb? skill areas, and perhaps as a result of the same, the un-

derprepared student often lacks a stitive_self-image and the motivation to-

. significantly improve his/her station in 1ife. At Virginia State University,

this character description is further tomp]icated by the rural packgfounds

of many of our students. ‘Intrdductidn>t0 new and different cu]furéi.phe-

nomena 1s'Often a sou}ce'bf discomfort and.confusion..

Over the pa;t ten years;'Virginia State has observed a gradual 1ncr;ase
in the number of undéﬁprepared_studénts admitted to the institution. Today,
the majority of our 1n:oming-freshmen score below 700 on the combined verbal
and mathematics sections of the Scholastic Aptitude Test (SAT). Over 50% of
our.freshman class read at Or'bélok grade 9.0. Deficiences in verbal abil-

ity are alsu reflected in student's oral and written communication skills.

8
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Perfunchry remedial ‘courses cannot adquaté]yvattend to the needs of '

the young persoﬁ who, due tq:poverty; academic negiect or discfiminétion;
iis Unde;prepared upon ehtering co]]gge. Nor can a frégmented;or %uperfi-
cial progrém aid in the retention of %bis studeﬁt;.who seeks help jn se-
curing academic skills and upward mobility 1n-a career,market. Institutions
of higher educatidn muét'redesign programs and rédistribute funds -to better

meet the needs of the underprepared student. Alexander W. Astfn; in his

book, Four Critical Years, offers this insightfﬁ] assessment of the issues

facihg the'underprepared étudent who seeks.a college education today:

Results of the present study indicate that most academic
institutions are not designed to meet the needs of the -~
less-well-prepared student. Students with high test scores -
and high grades generally go to better colleges, they more’
often Tive on campus, they get more involved in campus ac-
tivities, they acquire a broader range of knowledge and
skills, they stay Tonger, they are more likely to persist
to graduation and to attain their career objectives, and
they are more satisfied with their undergraduate experience.
That traditional admissions criteria still predict this
wide range of outcomes suggests that institutions have
greatly expanded the number of seats available to less-well-
prepared students, but have not developed programs that
‘adequately mee*t their needs. Ideally, one would 1ike to see
° the correlation between ability and such factors as.attain-
ment of career objectives and student satisfaction disappear.
Such a change would indicate that the colleges-are meeting "
the needs of traditional students and less- we]] -prepared
.students equally (pp. 250-251).

The Virginia State Un1vers1ty Trans1tiona1.tur%1cu]um Program, funded
in part-By the Charles Stewart Mott Foundation o% Flint, Michigén,.takes-as
its basic assumption that everyone who pays money to enroll in courses at
Virginia State Universityyis capable o$ learning. - Our efforts are directed
toward developing instructiona]-programs that are tai]pred to the entry
Tevel of the individual student with respect to bothvcogn;tive and affective

behaviors.



In genera], our efforts-are d1rected toward deve]op1ng 1nstruct1ona1
programs that are based on -an ana]ys1s of the cogn1t1ve and affective skills
’ a student'br1ngs to VSU, an analysis of the knowledge and'skj115‘that are -

‘ to be mastered by students at VSU; and an understanding»of the optimum en-
vironment that needs?to be created 1n_order for learning directed toward .:'
the mastery:of the’knowiedge and skills to take place.

Our ultimate goal is to'create "fndependent 1earners;" or students who
arelprepared'to.ard actually do take responsibility for their onn learning,
and who become self-directed’ w1th1n the parameters def1ned by the program of
study they u1t1mate1y choose to pursue

The reality with which we are confronted is thatwe have "dependent
learners" who aret111-equipped for co]]ede_ﬁork, and who rely tota]fy |
upon the instructor to present the content, define the task, demand appro-
priate behav1or, and invoke sanct1ons when behav1or is not appropr1ate

To move away from the 1atter and toward the former is the purpose of
| the Trans1t1ona1 Curriculum Program. We are attempt1nglto do Lh]S through

a carefully- designed fnstructiona] program that is at once structured‘and
flexible; structured in the sense that a sequence of tasks‘is defined; in-
4c1ud1ngvsuocessfu1 level of performance relative to the tasks, and flexible
in the sense that the types of activities used with part1cu1ar 1nd1v1duals
or groups of students will vary, as will time on task

Types of Underprepared Learners

As part of the effort thus far, we have identified three basic types
of underprepared learners. They differ not in level of academic develop-
,UmentJ a]] _lack the sk ’1s they need to do co]]ege -Tevel work, but they differ

s1gn1‘n antly-in-terms of the percept:o 75 whey have about the academic

Je
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sk1lls they possess, and their capab111ty to Tearn.

The “first type of underprepared student we have" 1abe1ed as the 're-

. si]1ent,1earner." These students are characterized by limi'ted academic skille,

.o

but have enough confidence in themse}ves that they are wi]]tng to expend
energy to master the requisite»academic skills. Despite years of repeated
fai]ure;and frustration, the'reeilient ]earneh comes to college with a
stron; wi]]ingness 10 .perservere and succeed.

The second typefof underprepared student is the "re]uctant 1eehner."

These students have 1imited ski]]s, and have Tittle cohfidence in their ability

to master these skills. Unlike the resilient learner, the reluctant 1eahner

has been s1gn1f1cant1y affected by a h1s*ory of failure and, although he has h

entered co]]ege, 1s unw1111ng to risk cont1nued fa11ure in the course of

acquiring the,sk1lls needed to succeed in college ..

The third type of@#nderprepared student has been termed the "najve
learner." These students have limited skills, but they have a false notion

about the skills they possess. -They have been rewarded. for less than ade- . »

'quate academic performance and believe that they have skills WhtCh, in fact,

they do ndt possess. Before doing anything else with the."naive learners,”

.they have to_be convinced that they are not preseht]y capeble oftdoing col-

lege-level work.

I

With respect to the des1gn of the program we have 1dent1f1ed a number

of variables that -we th1nk are cruc1a1 to the goal of moving 1earners from
dependence to independence, and we have tried to design the varijous compo-

nents -of the program to be responsive to these variables.

Learner Success

. The first variable we have “identified is "learner success." The in-

successful encounters with learning. In order to get students to respond |

to the larger cha]]enges'confronting them 1p.the curriculum, their/Eppetite

i
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" must be aroused by samp]1ng success ear], on.

That success 1s a cr1t1ca] var1ab1e\1s supported by A]bert Bandura in
an article ent1t’ed “Se]f-eff1cacy' Toward a Unifying Theory of Behavioral
_Change" .(1977)t In this art1c1e Bandura presents evidence arguing that
thevmost_powerfuﬁ_mechan1sm for affect1ng.behav1ora1 change is "successful
perfdrmance" re]ative to the given prob]em, and that this is true because
successful performance is thée most -effective way_of'eqhancing what he calls
“efficacy expectations” (p. 193); which he def;ges as -“the cenvictTon:that
one can successfu11y execute the behavwor requ1red to produce [g1ven] out-
comes" (p 193). A .
He argues that it is not enough for a person to believe that Behavior
A will produce Outcome B, the trucial factor is that the person has to be

‘convinced that he or she is capable of pérforming Behavior A. In Bandura's

--model, "...expectations of personal mastefxmaffectmpeth_ihitiation and per-

sistence of coping behavior. The strength of people's conv1ct10ns in the1r

own effectiveness is likely to affect whether they¢w111 even try to cope
with given situations" (p. 193).

| Bandura states: '"Successes raise mastery expectations; repeated fail-
ures ]ower theh; particuiar]y if the mishaps occur early in the course of

¢’
/

, erents, After strong efffcacy expectations are developed through repeated

-success, the negative 1mpact of occasional failures is likely to be reduced.

Indeed, ocnas1ona1 fa11ures that are 1ater overcome by determ1ned effort
can strengthen se]f—mot1vated persistence if one finds through experience
that even the most difficult obstacles can be mastered by sustained effort"

(p. 195).

Role of the Instructor

The next variable we identified as being basic to the goal of achiev-

ing learner 1ndepehdehée_fgwthe”“roTe”df“the“Tnstructor:”mmlt is.not too .
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difficult to see that if “1earner success" is an 1mportant var1ab1e, then
the role assumed by the 1nstructor, relative to the 1earner, is critical n
as well. We see a need for the role of the instructor to be expanded from
-the traditional role of co]]ege professor as a relatively bassive purveyor
of information, to a-role of activesmanagen of- instruction, orchestrating
tasks,xstrategies, climate, and patterns of reinforcement in a fashion re-
sponsive to-the aptitudes the learner brings to the setting, and in sUEh a

-

' way that enhances self- eff1cacy and increases 1earner knowledge and sk11ls.

The model of 1nstruct1ona1 manager is based on the concept of. ”tutor-

ing as defined by B1oom in his book, Human Characteristics and Schoo1 Learn1ng.
- We have. identified six factors based on Bloom's discusston'which constitute

-.the basic elements of the expanded role of the instructor as:manager; These are:

1) Determine current status: given the skill to be mastered,
7 - what tan-the 1earner do and what does he need to 1earn how
to do - . :

2) Demonstrate the appropr1ate techn1que “explain-how-the- .. ..
- skill is performed, show how it is done; Bloem stiates that,
. “The good tutor is likely to have a variety of ways of ex-
plaining or illustrating what is to be learred, and he will
‘use one or more_ ways of presenting the cues which he be-
Tieves will work_best for the particular learner" (p. 113).°

- 3) Facilitate practice or participation: structure the ac-
- tivity in such a way that actively involves the learner in
att empt1ng to perform the task.

) Reinforce the learner: provide_verba] and non-verbal en-
" _couragement. _ . ‘ .

5) Assess progress: at appropriate points, ascertain how far

down the road to mastery the learner has come and appraise
him or her of the analysis.

6) Take corrective attion: implement alternative strategies
designed to ameliorate specific deficiencies.

In order to function in the non-traditional manner outlined above, an
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“instructor will obviously need support that is "ncn-traditional.” -We have

identified four ‘“support variab]es" upon which an instructor who is to func-

tion as manager'is dependent. | S .

F]ex1b1]14y of Time

- The first support var1ab]e is “f]ex1b1] ty of t1me " Students 1earn

at d1fferent~rates, that is no secret.w In add1t1on, students who comp]ete

certa1n tasks at-a part1cu]ar rate may not ma1nta1n the same re]at1ve rate
in performing other k1nds of tasks. The instructional manager attempts to
set a page fSE each learner designed to achieve optimum results in both en-
nancing effidacy expettatienskand building skills. To do.this.successfuTTy,
the constraint of fitting the task:of mastering a skill to'a_fixed tine,‘ .
schedu]e has.to be eliminated, and time'has to -be allowed to vary according

o

to learner aptitudes and skill to be mastered.

Instructional Capabiiity

The secon’ SUpport variahle {s "instructional cababi]ity.“ This is a
'

coma1nat1on ot the two ‘factors of group s1ze and- fac1]1t1es Ideally, the
instructor could work one-on-one with a learner for as much tine and as 1n-
tensively as_is'neededfin'order to bring the student to mastery level for
a_ski]]. In rea]ity, this is not possib1e.. Hewever, the other extreme,

one instructor trying to teach 65 students how to read is not practical

‘ either. ‘Therefore, instructtonal'capabi]ity must be extended by blending -

instructional managers, facilities, and t:chnology into a design that re-

su]ts in opt1mum benefit for the maXimum number of learners.

'.pssessment

. The third variable is ?assessment." In addition to the instructor's
N .

.own técit‘understanding of the progress being made by the learner, assess-
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ment 1nformat1on needs to be prov1ded 1n1t1a11y re]at1ve to “the - 1earner s '

et

: entry WeveT\apt1tudes, and regu]ar]y relative to the 1earner S progress-.

.Norm-referenced testing.. Nprm-referenced test1ngv1s most Useful

in identifying .an individual's relative’ stand1ng in a group Norms are-
estabiished by determ1n1ng how a representative group of persons actually.

scored on the test.. Each individual score falls -into an area under<a dis-
R - - | Ao Te T
tribution curve where itvcan be compared to other scores. A student's rela-
\

t1ve stand1ng on a norm- referenced test can be expressed in terms of a per-
.centile, standard dev1at1on, Z score, or other standard score
. Few standardized tests have been normed on populations of academically
disadvantaged, unsuccessful or deficient 1nddwidua]s. As a‘resu]t&_uhen 4
-'r - menbers of this group take tests that hahe been normed'on more_heterogeneous
populations, their scores are typica]ty Tower than their better prepared |

counterparts. The assumption is that those with Tower scores are-1ess 1ikely

to do well on a pre- estab]ished criterion task. For examp1e, the Scho]ast1c

-~
<

Tt | Aptitude Test is administered to high schoo] students in an effort to pre-

S

dict academ1c success during the first year-of college. To' the extent that“

the- SAT meets this criterion, it-cag be said to have high predictive valid-

ity. < I

Criterion-referenced testing.” "A criterion- referenced test is one that

is de11berate1y constructed to y1e1d measurementf that are d1rect1y inter-
.pretable in terms .of specific performance standards (G]aser and Nitko,.
1971, p. 652). When criterion-referenced testing is aduocated, the issue
is not how well an 1ndiv1dua1eperforms relative to others taking the test,
N,

but how much does the individual know about the content under review.

The,recent emphasis on criterion-referencing grew‘naturally'from,test-

10 o
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ing“s-historical role as an instructional variable. “Although test instru-

- ments were valued primarily for purposes of assessment,'they'also had great-

utility in the areas of educational planning, student 1earn1ng.habits,.and
. ! .

teacher behaV1or Since teaching and learning are influenced by»testing,

1t fo]]ows that test construct1on shou]d reflect the ob3ect1ves of. the in-

-~

structional program

.
Iy

A maJon-1ntent of criterion- referenc1ng is to genera11ze an 1nd1v1dua1 S

I

performance to a broader range of re]ated behaviors which are: referenced under
;'commonrdoma1n If the goa] of general1zab1]1ty cannot be atta1ned the
test has ]1m1ted app]1cab1]1ty While it may be useful as a teaching device,
it does not revea] how well an 1nd1v1dua] understands the context of the be-
hav1or and, thereby, fails to ensure that the testee ‘can. ma1nta1n the same
1eveT of performance on other re]evant tasks in the same. doma1n The issue
doma1n identificatign and c]ar1f1cat1on is espec1a]1y cr1t1ca1 for de-
ve]opmenta] educators, who must frequent]y focus on var1at1ons of tasks and
sub- tasks as a cond1t1on of the 1earner s entry behavior.

o

The issue of Jtem construction, 1tem rev1ew and item selectﬁon _require

,substantia] time and effort on the part of teams of persons. Test items

» must reflect instructional intent and must be generalizable to the domain of

e

. instructionally-relevant tasks. (Note - severa]-excel]ent reviews -discuss’

the topics of cr1ter1on -referenced test construct1on [Nitko, 1980; Ro1d and

Ha]adyna, 1980; Hamb]eton, Swam1nathan, A]g1na ‘and Coulson, 1978; Gron]und, .

-

1973;, Glaser and Coxt 1968].) - Y

While norm-referenced tests will continue to provide comparative data )

7

 on individuals arid overviews of achievement for groups, criterion-referenced

~

testing is the clear choice for inf]uencﬁng teaching and learning. In de-



of cutt1ng scores w1th norm- referenced and criterion- referenced test1ng In

advanced options and opportun1t1es

ve]opmenta] education programs, there is an'overriding concern on the part

of all participants that the student performs at the desired level. By'

match1ng test items to 1nstruct1ona] 1ntent and doma1n spec1f1cat1on, the

_prospects for acceptab]e performance are 1mproved

Cutt1ng-scores and standards. A cutttng score'or'cut-score,is a stan-

dard used “to distinguish acceptable from unacceptable performance Cutting
R . S ) ’ Y .
scores are-used to varying degrees”in selection proCesses Often, the 1den-

_ vtﬁffcation»0~ a~cutoff score is a matter of po]1cy, 1ncluenced by econom1c

(<]

and/or.social factors When an 1nd1v1dua] is tested and faw]s to score above
a pre-estab]ished cutting score, he or she can be denied educational oppor-

tun1ty or access1b1]1ty

Deve]opmenta] ‘educators have reason to be highly cogn1zant of the use

v

7 -

the case of the-former,'unoerprepared-students typ1ca]]y'score be]ow cut-

off scores mhen’genera]”abdlity or intelligence are being measured. In mogt
1nstances, this is how theserstudents;have been identifiéd as being ]ess-we 1=
prepared or less able. Controversy surround1ng the use of standard1zed
norm- referenced test1ng does not center on the mere use of cutt1ng scores.
The real issue is how these cutt1ng.scores are app11ed whether in a biased
or unbfa;ed manner, and the extent to which they serve as the major deter-
m1nants 1n seTect1on Students who exit deve]opmenta] education programs
w11] need to score we]] enough on norm- -referenced tests to ga1n access to

o o »

Turn1ng,to the use of cutt1ng scores wfth'criterion-referenced testing,

0

. : .
it is apparent that'they serve an important function here as well. It is

the use of cutt?ng’scores that has distinguished mastery testing as a separate

: \./4_2
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kind of criterion-referenced or domain-referenced testing. .Mastery tests
invoke absolute standards of performance that separate the competent from

the incompetent. Nh]]e ther: may still be interest in determining an in-
dividual's nerformance level relative to a specificltask, there 1s an addi-
tional concern for making.mastery and non-mastery deéisions. Minimum com- .
petency testing;- for example, requires cutting scores to fail those who are
not minimally cumpetent (Shepard, p. 34).

Assessment and testing in deve\qpmenta1 educat1on prograrms . Assessment"

and test1ng p]ay a major role in educat1on It is poss1b]e to influence
1nstruct1on and learning by altering the form or intent of a test. For
example, multiple choice tests tend to require recall of detailed informa-
tion. AThey are not well-suited to tasks requiring such skills as critical
thinking'or oral and written expression. .If students understand that their

performance will be determ1ned by the distractor$ they select, they are not

11ke1y to exper1me1t with more expans1ve ‘thinking and communication—skitis.— — -
The issue is more perplexiny for deve]opmenta1 educators who serve a popu-
]at1on that has in the pas< found paper and pencil tests difficult to nego--
tiate with respect to readability and multiple-choice format. N

It seems that assessment must serve three broad purposes in develop....ital
education. First, it must'serve a diagnostic function to help determine skill.
benavior upon entry into the program, a;§‘prior to each new 1nstructiona1
domain. Criteriqn-referenced testing, as it is present]y.practiced, provides
]imited diagnostic information: While it is more closely related to the con-
tent domain, it is often interpreted in‘terms of the proporition of correct

responses. It is important not only -to score right and wrong answers, but

also to understead why the student responded incorrectly to. certain.questions. ..

"A

[
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. To do this, test construction procedures must focus on patterné'of informa-

tion that can later be cross- -referenced and 1nterpreted in a systemat1c way.
The second purpose of assessment in developmental education is to measure
progress. Progress tests may, be pass-fail or graded but should indicate how

o

well.the student has performed relative to a spec;f1c learning unit. The

form and intent of progress/tests should vary according to the nature of the

skii]s required for mastery of a content area. Prodress assessments shou1d-

be administered frequently and on an.individual basis. Results should be
”dodumenfed-and retrievabTe. .The.progress test should typically cover small. .: o
amounts of information. Shar1ng of progress test resu]ts with testees is
recommended as a means of -improving student self- eff1cacy and involvement in

the teaching-learning process.

T ~ The third purpose is to make mastery/non-mastery decisions. Despite

claims by B]oom (1976) and\Carroll (1963, 1970), that nearly all students can

_learn near]y all that needs to be 1earned the practical realities of schoo]-

ing place limits on the prcport1on of students able to do so. F1nanc1a1,

human; spatial, and temporal resources demand that a viable program serve a
- B continuing influx of iess-well-prepared students and that those in the pro-'

gram demonstrate readiness to exit and pursue more.advanced coursework.

.Instr0ctor Skill

‘The final variable subsumed under the role of the instructor is "the

- M"skill" with wnich‘tne instructor performs the role of manager. The *astruc-
tor must be a we]l-tradned manager, as well as a content areaz specialist.
- When the b]end1ng of these two skills is less than adequate, faculty de-

[

'velopment efforts and staff h1r1ng become important considerations. .

N

Two-additional variables are important to the goal of achieving learner

independence. T .

o . PN . o 1"1 . , . -
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Student Participation

~

The first is the degree to which students will allow themselves
to "actively participate"” in the 1e§rnihg process. They ére no 1ongéf
members of a captive_audience, as they were in secéndary school. They
must make the ‘decision to participate.

Administrative ‘Support

The seéond variable is "administrative support.” This support has
to be in the form of adequate facilities for instructibn, development of
a policy which allows performéﬁ%e, and not time spent in the program, to
determine the rate of student progress, and the establishment and enforce-
Jmeﬁf”Bf performance sfandards that prevent students from entering the
mainstream curriculum and gradUating without meeting the standards esta-

blished by the university.

-
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PROGRAM DESIGH

ihe design of the VSU Transitional Curriculum Model is described in
two parts. Immediately following this page is a "network" which'graphi-
cally displays the major components of the program. A narrative describ-
ing each component follows the network.. The arrows in the networé repre-

sent ”functiona]“ relationships between components. For example, the arrow

. . .

coming from component 1.2 indicates that "assessment" will be an on-going
| .

activity throughout components 1.1 - 1.4.

1.1 Developmental'Studies :

Most of our. freshman popu]ation will require experience in this phase
of the program Its pqrpose_is to compensate for basicskills deficiences
(i.e., reading, speech, -writing, mathematics) by prov1ding students with
indiVidually\prescribed remedial coursework and clinical experiences.

Many of lour students work very hard to understand new learning. material,
but must compensate for basic skills deficiencies in the process of doing so.

“ﬁ“ﬁ‘*—-~—~0ftenT—these—studentsmanecunahle to_complete their education in less than 4y or

5 years. If these students manage to continue their education, in spite of the
difficulty of actempting advanced coursework w1thout the ‘necessary basic
skills, gradpation often finds them seeking a'JO§’w1th0ut ever having reme-" .
died the probTems associated with the original basic skills deficiencies.
Under the Developmental Studies pnase of the program, it is anticipated

\ . that _many underprepared students will still require movre than four years to

comp]ete their education In the case of these students; the additional

time will be spent improving reading, writing, speaking, and computational

4 \\\skills. As a result of this phase of the program, we hope to improve stu-

dent retention by helping students avoid the frustrations associated with

\
\-
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wanting to learn, but lacking the skills to do so.

, 1.1;1 Developmental Courses

_éome of the courses provided under thi§ component are already in opera-
tion. As part of instructional deve]opment-effdrts, devé]opﬁenta]'cqurses
have ‘been introduced by individual departments. In.some cases, existing
basic skills centers or laboratories have assumed responsibility for teach-
ing these courses. | |

Under the_Transitiona] Curriculum Model, deVe]opméhta] :odrses will be
taught by facu]fy members from various departments. Resources from the
Student Assessﬁent Center and ihdi&idua] schools and departments ﬂ%{im;;wMU‘
fﬁtegratéd into classroom instruction.

! Students in need of individual attention will be directed to appro-
priate developmental ¢1inics. Course and clinical personnel will work -
é]ose]y to monitor student progréSs and to determine the most‘appropriate
learning experiences for each individual. |

Courses offered under this phase of the program will be structured to
meet Deve]opmenta] Studies objéct{ves. Pre-specifi;d learning outcomes

- and provigioAs for ge]f—paced 1earhiﬁg will be esSential ingredients in
- course planning. . | |

-~ Students._will_be required to demonstrate competenty in t@g‘major dg-
velopmental areas of: a) critical reading, b) written and or;I céhmunica—
‘tion, c) computation.qf quéqtitative data’ and cbncepts, and d) cpheren§ ~
and-1ogica1 thinking. brogrgss into.the General Stuqies'Phase will be con- ;

.  tjngent'onh performéncé in thésg éboVé Eritica].areas,‘. -

With information provided by the Student Assessment ténger and coun-

sq]ihg from academic’édVisors‘ahd~the,Cdunse]ing Center, students will find

-
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themselves making progresscin an organized and hierarchicaT fashion,‘moving
from less difficu]t cognitive operations to‘more complex operations. By
maintainirg achievements as fixed' while time js flexible, students wi]].“
help determ.ne the pace’at which they are best able to meet pre- spec1f1ed

learning outcomes

1.1.2 Deve]opmenta] Clinics

Under the Transitional Curriculum Program, the skill laboratecries will

funct1on as 1nstruct1ona1 units where students are attended to on an in-

dividual basis. Specialists in read1ng, wr1ting, speech, and mathematics .

will staff the respective clinics. Resources from Developmental Courses,

the Student Assessment Center,,and'the Counseling Center will support the

operaticn of the clinics. Clinic personnel will work'with students on an

individual basis, making regular use of audio-visual materials, computer-— -~ ——

assisted instruction, and other non-traditional approaches to instruction.

1.2 "Student Assessment.Center

" This center will be the hub of the transitional program It"wili main-

. tain a profile on each student enrolled at the institution. Facu]ty, clinic

personnel, program-managers, and students will have access to 1nd1v1dua1

assessments. Based on the profile, a student's progress will be monitored

arid improved. | This student assessment . component'Wi]] be designed to- facili-

i

" tate student deve]opment by. prov1d1ng t1me1y and relevant information to the

people responsible for the growth and progress i the student.

Information retrieved’from.the“Student Assessment Centerfw}11 be used

~to make decisions about the kinds of academic experiences that would prove’

most beneficial for each student. Achievement of certain pre-requisite

skills and learning outcomes will be monitored and re:orded. In add1t1on,

-0



faculty members will retrieve‘student profiles to help determine which. in-
structionaT-strategieS wou]d be most effective in addressiiig the needs of
an individual student or a group of student; with similar aptitudes.

This component of the lransitional Curriculum will be responeib]e for
providing: (1) %nitia] diagnosis of individual student levels of achieve-

" ment in the areas of reading, writing, computation, and oral communication.
through the use of'étanderdized measures; (2) monitoring of student progress
in the program through the analysis of student wprk-samp]es, teacher obser-
vation-and assessment of progress, additionaT~sﬂandardized“test53wahd~1o-~-~-~~~u~w"
cally constructed tests; (3) advising students relative to the courses they~.._._..
shou]dltake, the support services they ehould avail themse]ves of, and their
progress- through the program; (4) counseling students in the areas of aware-
ness and improvemeﬁt of self-image, career exploration, and cultural deye1995“ ;_”

- ment.

Student mohftoring will be based upon a recognition of the uqique needs
of specific fndividua]s,_a; Qe]] as the common needs of the general student
population of;Virginia,State Uhiversity. In response,te these needs a broad
range of data-wii] be'colleefed on students in the progrem. These will fo-
~cus.updn stedeﬁt's actual perfo?mance in the progkamf "The advising and
coUnse]ing activities will be deéigned to.enable the advisor/counse]or_to
assist the student in derfving the greatest possible benefit, in theiareas
of academic, personal, career, and cultural deve]opment; from his or her ex-
berienee athirginia State University |

As stedent profile data is collected, it will be analyzed for each stu-
dent and a progress reporﬁ.will be p]aced‘inzthe etudent's file.: Eech stu-

dent will have a file-which will contain performance data, as well as other

21




background information, Copies of these files will be kept by advisors
and counselors whose respons1b111ty it will be to gu1de students through
not only this program, but h1s or her ent1re college career.

The typical student profile contains the following kinds of informa-

- tion: i) séoréé*qg nationally standatdized tests; 2) scores on locally

tonstructed‘measures of competencies; 3) aptitude measures; 4) grade point
averages; 5) course grades; 6) indications of 1e;rning styles; 7) work sam-"
ples; 8) personal goa1s§ 9) summary of individﬁgT advising sessions. Com-
puter. facilities will make possible the rapid storage'and retrieval capa-

bilities necessary for this type of operation.
LY

- 1.3 General Studies

At the preseﬁt time, the General Studies program at Virginia State
Un1vers1ty is decentra11zed to the point that individual schools and depart-
ments are responsible for conduct1ng their own genera] studies programs. As
part of the Transitional Curriculum Model, a single university:wide General

Studies program will be developed that will build on the Developmental Stud-

jes phase and will help students reffne the skills Tearned in that phase,

provide them with a broad-based liberal arts education, and prepare them to

enter the Advanced Studies phase of their education.

1.4 Facu]ty Deve]opment ,

The faculty deve]opment component of this program is des1gned to pro-

v1de facu]ty members training<in and exposure to innovative 1nstruct1ona1

strategies that focus. upon the 1nd1v1dua11zat1on of 1nstruct1on and the in-
structor as'manager Although the Uﬁiversity does not intend to forsake
the trad1t1ona] 1ecture format, the apt1tudes of the student popu]at1on from

wh1ch Virginia State Un1vers1ty draws necess1tate the deve]opment of more in-

tensive educat1ona] exper1ences character1zed by the individualized approach -

22
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~ to instruction.
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. Students exiting deve]opment&] studies frequently suffer the effects -
of regression 1n.achievemenf on tasks réquiring.fhe application of basic
skills. This is a common phenomenon when no mechanism exists for the pur-
pose of proV&ding continuing acadehic support to these students. Whjle
faculty in the developmental program concentrate on improving student per-
formance in readihg, writing,.spéech, and mathematics, faculty teaching more
advanced courses tend to place prfmary embhasis on subject area content.

For thfs reason, faculty deve]opment activities must be structured for both

developnental and mon-developmental faculty.

-Developmental studies -faculty require exposure to and practice with
variou§ instructional strafegies which focus on tcharacteristics of tHe learn-
er, assessment of student performance, and management of instructional re-

sources. Each of these three major areas contains a number of sub-topics

‘which are necessary ingredients in developmental education programs. Fac-

ulty development activities which integrate dimensions of learner character-
istics, instructional assessment, and classroom management are likely to

proque ski11l experiences that most closely resemble those reduired$f0r

teaching developmental studies.

As was mentioned, nqn-deVe]Opmenta] studies facu]ty'are generally ca-
pable of providing quality instruction in specific content areas.. The focus
of faculty development activities for this .group is on ensuring that evidence

of learning independence and basic skills mé%tpry will persist, and even grow,

during the student's agvancéd college years. This implies learning how to

teach content while placing a continuing emphasis on the basic process skills.

To-accomplish this, a reliance on reading, writing, speech, and mathematics



o

* must be built into the instructional fabric of the content area. Indeed,

if proTiciency in the basic skills is essential, it should also be a pre-
requisite for success in advanced coursework.

1.5 Progrém Evaluation

In the implementation stqge of the program thé evaluation is focusihg
upon the set of critical variables discussed pfevious]y. Specifically, daéa
is being coiiected oﬁ: fhé_types of instructional activitiéé taking place
in the developmental courses and developmental c]injc§; the extent to whiéh
instructors are functioning in the role of managers, as distssed previously,
‘the extent £o which administrative policy making has been respcnsive to pro-
gram implementation in the areas df instructional capability, flexibility of
time and enforcement of performance standards; the types of services pfo-
vided in the area of student.assessment, and the degreé to which these ser- -
vices are contributing to the efforts being made by 1nstructofs.

. Once the.program is fd]]y imp]émented; the emphasis of the eQa]uatiQn.
will shift to aséegsing the impact the program is having upon students,
épecifiga]]y féom the pqint of view of retention and performance in the main-
stream curriculum. o |

_ Specific\"eva]dation questions™® are "listed in Appendix A. .
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CONCLUSION

In conc]usion , we are n agreement'w1th édmpndtGordon‘s observatton
that "Amerlcan societyis 1ncreas1ngly concerned with- the deve]opment of
all of 1ts peop1e ." and that “The°1ssue of who is educable has become a
function of whom soc1ety wants to educate, rather than who is most likely '
tovbenefit From the opportun1ty ‘to learn" (1975 p 7)

Our soc1ety has acknow]edged the right of underprepared students to

pursue college careers; at the same time, however, ‘students should not be -

~“7expected to p]unge into the swift current of\mdinstream academia until they ;

are proper]y prepared to do so. Ellen Ashdown, a fprmer 1nstructor at

™

Florida A & M University, in an article entitled "Humanitjes on the Front

Line," argues:

-

If these students are to cont1nue to be "admjtted to
college, and if their degrees are to be more. than
certificates of a four-year residenty, .comprehensive,
programs must be developed to provide their missing ) .
skills. High schools should do this but have failed. - <
: Until tHey improve, colleges must assume. the respon- .
; -sibility Change March 1979 p. 20).

_‘The Trans1t1ona1 Curr1cu1um Program-represents the efforts of one Tnstitu-{
_tion of h1gher educat1on to take underprepared dependent 1earners, and de-
velop them into 1ndependent 1earners capab]e of perform1ng succeSsfully - a;\

the un1vers1ty 1eve1, and contr1but1ng mean1ngfu11y to the advancement of

Amer1can soc1ety.



1.1.2

1.2

1.4

Developmental: Courses

1.

2.

Deve]opmenta] Clinic o, o ‘ $;”{

1
4

'Student Assessment Center

Appendix A: Eyaluation'Questions'
. : \

N,
\

\ -

How‘wi]]'the Deveiopmenta] Studies Program be heviewed ahd revised?
What types’ of instructional act1v;t1es take place in each of the
Developmental Courses? ‘ . _ -

Does study in Developmental Courses result in- improved student’ .
performance with respect to read1ng, wr1t1ng, speech and math-
ematics skills? .

How many students are served by each Deve]opmental Course dur1ng
the academic year?

-

What types of 1nstruct1on are . prov1ded in each of\the-Developmental
Clinics?

Does instruction in the clinics improve student performance?

How many students are servpd by each Deve]opmenta] Clinic dur1ng
the academic year7 .

What are the staff1ng patterns and operat1ng schedules for the h
clinics? - _ .

What is the nature of the relationship between Deve]opmenta]
C11n1cs and Deve]opmenta] Courses?

’

<

1. How is- student prof11e data co]]ected and ma1nta1ned?" .

2. Are. facu]ty members rece1v1ng re]evant student data in a t1me1y
manner7 o . _ ’

3. What types of reduests foh services are made to the Student Assessé- -

: ment Center?

4. What types of services are actua]]y being prov1ded directly to
students? ,

Faculty/Staff>béve]opment L e

1. What types of or1entat1on act1v1t1es were conducted “for VSU

. faculty/staff members? ) . )

2. How effective were these or1entat1on act1v1t1es in mak1ng facu]ty/
staff aware of. and building _Support for the program?

3. What types of in-service-training act1v1t1eswere conducted for
VSU facu]ty/staff members7 . :
Who attended ‘n-service training activities? -
T B ) o WA

5. How effective were the in-service training activities?



Impact of the Transitional Curriculum Program

‘Recruitment
1. How many students enrolled at VSU because of their partici-
pation.in .the Early Intervention Component’

2. How many students enrolled at VSU because of the Transi-

7 ‘ ’ t1ona1 Curriculum.Program?

Retention o ' '
1. Has the student attr1t1on been reduced by the TCP, if so,

to what extent’

2. How does the VSU attrition rate compare to the overa]]
attrition rate for predominantly black colleges and
universities? For predominantly white colleges and -
un1vers1t1es7 _

Student Performance in the Ma1nstream Curr1cu1um

1. Do faculty members teachirng Tower .level general stud1es
i courses perceive students to be better prepared?

2. Does student performance in the ma1nstream curriculum .

‘indicate that better quality work is be1ng done?

Cost of Program

- What are the overa]] costs for each of the var1ous serv1ces

being provided through the TCP?
What is the cost of the program-on a per student basis?
What ev1dence is there that the program is cost effective?

*These, tasks w111 be carried out in the second and th1rd fiscal
years if continued funding for the program is obtained.

B S|
o~}
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